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ABSTBACT - » 

The Hodel of Conceptual Learning and Developaent 
(CLD) is an analytical, descriptive aodel. It defines four levels of 
conceH attainment . and the possible uses and extensions of attained 
.concepts, specifies the cognitive oi>eratioRs< involved in learning 
concepts at each of the four levels/ and postulates internal and *- 
external conditions of learning rela'^ed to the specified levels* The 
CLD Bodel provides a basi^ for. assessing children's level of 
conceptual developnetit. The assess*ejit of the level of conceptual 
development* reguir^ assessnenf tools and procedures appropriate for 
Qhildren ages 4*1S« This working j>aper presents a, ^et of exercises 
designed to asl^ess children's level of attainnent as veil as nse of 
the concept equilateral triangle. (Autbor/BJG) 
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'statement' OF FOCUS 



Individually Guided Education (TGE) is a new comprehensive 
system of eleoentary education. The following ^components of the 
IGE system are in varying stages oC development and implementation: 
a new/or ganizatiqn for instruction and relat^ idsilnistratiye 
arrangeiments; a model of instructional prograsxng for the indi- 
vidual ' student ; and curriculum components In pcereadlng* reading, 
mathematics, motivatijbn, and enviroafiental education. The 'develop- 
ment bf other curriculum components, of. a syatr^s for managing In- 
^tri^ction hy computer, and. of instructional strategies Is needed 
to co^lcte the system, . Cojitinuing programmatic research 1"S required 
to provide a sound knowledg/e base for the compone.nts undet develop- 
ment and for improved , second generation components. Finally, sys- 
tematic implementation Is essential so. that the prQ<fucts will function 
properly' in the IGE schools. 

, - . • . , - , ' 

The Center plans artd carries out the research,, devalopiaant ^ ' 
and implementation compouents of its IGE program in this sequezice: 
,(1) ident;ify the needs and delimit Jthe component problem area; 
(2) assess the possilile constraints — financial resources and avall- 
abllitfy of staff^ -(3) formulate' general plans and specific procedures 
for so'^ving the 'problems; (4) secure- and allocate human and material 
resour.^s to carry out the plat>s; (5) provide for effective comanjinl- 
catlon among personnel and efficient managexMsnt of activities* and 
resources; and (6) evaluate the effectiveness of each activity and 
its contribution to the total program and correct any difficulties 
through feedback mechanisms and appropriate management technlqties. 

A self-renevlng system of elementary education is projected' In ^ 
jftach partlc;lpatihg el«ientary -school. I.e., one vhlch Is less de{^ndent 
on external sources for direction and is more responsive to the needs 
of the children attending each particular schools In* the IGE schools, 
Center-developed and other, curriculum products compatible with the 
Center'^i^ instructional prog^ming model will lead to higher fiiora^e 
and Job satisfaction a]!U)ng educational *persofmel# Each developmental 
product makes Its unique contribution to. IGE as it is implemented in 
the schools. The various research components add to the kncwledge of 
Center practitioners, developers, and theorists. 
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OVERVIEW OF THE CONCEPTUAL LEARNING AND DEVELOPMENT MODEL 

■ « 

Tttis working paper gives ,in overview of a model of Cionceptual 
lejarnlng and development (CLD iwjdel). The OLD model, in turn, 
provides the basis for assessing children's level of conceptual 
development* Th^ assessment of the level of conceptual development 
requires assessment tools and proeedures that may be used«*with chil- 
dren of nbnut age 4-18. The firs; set of assvHsment ^ exerci ses to 
assess children's levi'l of attainment well as use of the concept 
equilateral triangle Is presented In tnis paper after a brief over- 
viehT of the CLD moidel. ^ ^ 
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4 • , 

" ' ' ■ * ■ 

Model of Conccptu cil Loiur njing and Devi Oopmant ( CLD)^ 

The CLD model Is liasod on laboratory and school ^experiment . • 'The 
model was forroai^ly reprprtjed by Klauaraeier (1971) and desrcrlbeU tnc<re 
fully by Klausaeier, GhatJla, and Frayer C1972>. THe CLD model Is 
an analytical^ descriptive models It defines, four levels of concept 

0 * 

attainment and- the^possi^jle uses and extensions* df attained concepts » 
specifies the cognitive operations involved In learning concepts at 
each of the four levels, ^md postulatt^s internal and external tondlt^f^ns 
of IcaminR related to the specified ievtsls. The levels of concept 

r * * 

ukjstory and the uperatiuns and conditions of learning have been 

identified through behavioral analyses and empirical research in 

• « 

laboratory aiMd tichool settings. Guideline^ for developing instructional 
materials haVe also been formulated, based on the modal^ and research 
in school settings. ^ • 



It 

A concept is defined as ordered information about the properties 



of Vne or more things — ob iects , ' events,' or processes — that enables any 
particular thing i>r*c lai^r> of things to be differentiated from, and also 
ri*l.ifLd to, i>ther things or ulnsseH of things. The word concept is ^ 
used by Klausrooler, (lhatala, and Prayer (1972) to designate mental 
constructs of individuals as well as identifiable pubrio entities that 
comprise part of the substance of the various disciplines. Thuk, the , 

S - ■ 
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tenn ciincept is. uscU appropriately In two di f f crent . cnnt/'Xts ^just as 
raanv oth^r Knglish wi»rds jffc* ^ » ' , 

Concepcs as public entitles .ire defined thjj organl/.cd Infn^matl 
corresponding to the meanings of words found in diet l^mnr ii^s» encyc^lo- 
pedlas, and other boiiks (Carroll, 1964).^ Worl^ In' a lartguage can be 
thought of as a serl**.; of spokt-n or wri tten^entltie.s . There a^e 
roeanlngB for words rh Tt can be thought of as a standard of cOmtBunl'- ^ 
cative behavior s-hared by liiosi who speak a ^anguagt^.. Finally, there ^ . 
arc concepts that Ar^e the* clfisses of experiences forWed In Individuals 

• * r * 

either i luliuie^iiJ^nt 1 y t»f langiwatge processes or In close dependence on 

language processes,- Putting the three together, Carrol Instated; 

'meanins* of a word is, ^therefore, a socletally standardized con- 

cept, and when we say that a word stands for or names a concept It Is 

understood that wr are sf>eaklng of concepts that are shared among 

members of a spcctfli connnunlty (Carroll, 1964, p. 187).'* 

When starting a lar^ programmatic research effort dealing with 

%"cmct»pt Uarning nnd instruction, Klausmeler, Davis, Ramsay* Fredrick, 

anii n.ivies (1965) formulated an Idea of concept in .terras of deflnfnp/ 

at 1 1 i t)tiKr:. which flR'V identified as common fo many^ctjncepts from 

variiUis d 5 sr i pi i nes • ){lnifsmt*'ier, (thatala, and Prayer (1972) camlrd 

tht? definition further by specifying ei^ght ^attributes of concepts: 

learnabillty, usability, validity, generality, p^er, structure, 

Instance numi-rou? nus.s, and instance perceptlbi It ty . Other resilLrcherf. 

and sub'Ject'-mattei^speclal'lsts are also treating concept In tetjns,of 

defining attributes. For example, Flavell (1970) indicated that a 

formal definition 6f' concept in t^^rm-s ot its defining atcributes is 

ft 

9 . 
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usetul In specifying wh^^t concepts arV ;ind what thov -ire not and ntso - 
In identifying thu grtMi varSablllty aimmg concopts. Markh* and 
Jlemann (1969) and Tonrryson and Boutwcll (19 71) havo sh<iwn tha£ the ^ 
external coadltlonB at concepj. lear^hlng-.can be delineated through 
research that Btarta with a systematic analysis of the attributes o* 
the particular concepts used inr the rg^earch. 

The CLD modelyieals with concep\s represented by words that can 
be defined In therms of attributes. It. Is pointed out that one cannot 
find def ini tioifis fpr all words. whlch**arc stated la terms of defining 
attributes* oven in unabrldgeS dlctldnai;ies and technical treatises. ^ 
Therefore* the researcher and the developer of curriculum materials 
muHt ascertain the d<i»t ininR attributes independently or cooperatively 
with sch'olars from the various dlscipli4ies. 

(:t>gn'itive Operations ;ind Levels of Concept Attainment 

Figure ^> schcm,a Ically presents the "strucfure" of thc^roodel. It 
shows the fnur levels at which indfvlduals may attain the same concept', 
the operations involved at each level, the use and extension of con-* 
c^pls; ;Hid the acquisition of names for concepts and their attjributes« ^ 
Omcept teyols, A unigut*^ f capture of the ©odel is that it specif iei 
four levels of ait i i r^n^ent of the same concept* rather than postulating 
at tai nment ,.it. a tin.i! Uvel M mastery the first time the concept is 
learned. Tlie liinR-term developroentil ."ontext of the model is thu^ 
provided; the model explains the changes that occur \x\ the level of 
mastery of concepts attained by thef same individual across long time 
intervals. — 
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Attainment of a concept at the cc)Yi cretc levej Is" inferred when 
the individual coRni7t's an object that he has experienced on a prior 
occasion. At this li-vul, the object is axperiefncod in exactly the' 
same way on the second and later occasions, Attalnm^ of a concept « 
at t'h-e i dentity U yel is Inferred whfo the individual cognizes an 
object a» the san^f; one 'previously encountered when observed frxJtn a 
different spat io-ti rapora I perspoct ive or sensed in a different 
lobdaHty. i Th'S* ^ttalmnt-nt of ,i concept at J:he class tflcattfry level 
Is Inferred when the Individual irc^ats at least t;wo ln<iiances of the. 
same ?;et of thinRS .is equi va ient*. At this level tho Individual may • 

f 

be iin^ibie t^ name the attributes that ate common to the tJTistances. 
iVlj:a lament of a concept at the roimal ' lev el Is Inferred when the 
individual can name the concept, discriminate and name t^e«socletally 
accepted. defining attributes and values, and accurately evaluate, • 
instancSs' as belonging or 'not beloj;felng to the set in terros of the - 
presence or absence of the "defining attributes. . 

Successively attaining each 'higher level of a concept Is postulated 
to be the normative pattern by which many individuals attain many con- 
<^epts un<ier tvp conditions;, first, the concept of the Kind for. 
which there are actual |>t'r< < i)t ih 1 e insr.'mces or reprc-.sf nt<it ion.s uf 

■ ^ 

Instances; and Si?cond, the individua) has experiences with the.instan<' 
Starting in earfy childhood. For example, the icdivldu4l will have 
successively fonned a concept of t ree at the concrete, ident'lty, and 
classif icatory levels before ha. describes and treats tree and variour. 
Subclasses of, plants formally in terms of their defining attributes. 
It id recognized that soihe concepts are not attained at all four of 
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the successi<?e levels because of the niture of the citn<-fpts or^berau«e 
^the learninK experiences of the individual do not permit their ncqui- • 

sition (Klaustneivr, (Uiatala, & Krayt»r, 1972). ^ 
^ Cognitive ope rnt ions » Figure 1 also^ Indicates thn operations 

« 

Involveci in attaining each level of a conccp^t . This leature of th^ 

model provides the ctmtext for, explaining short'-tcrm learning phenomena 

axid also for identifying the <;!han>;es that occur across time as new^ 

Operations emerge and m*ike possible attainment at i^uccessively higher 

levels. • . 

In the CLD model the terra o p erations Is used much like Gpilford (1967) 

us6s' tbe term, rather than the way Piaget ians -ule it. Guilford defines 

the op.erations of cognition, memory, productive thinking and evaluation 

forinal ly and also operationally in terms of test perfonn^ces. He states 

that cogni t ion mu^t be related to the products cognized and defines 

cognition formally as follows: . 

Cognition is awarenliss, immediate^4scoVery or 
rediscovery, or recognition of information ^n 
v.irious forms; comprehension or understanding* • • . 
Die most general term, awareness , emphasizes 
having active information at the moment or in the 
present • . . the term, r e co^ n 1 t I on , is applied to 
knowing the same particular on a second encounter . . . 
if cognition is practically Instantaneous, call It 
L^lll£lSI>Jj,liiil' comes with a slight delay, call 

iT ''Inmjodlace discovery." [Guilford, 1967, pp. 20'3-20A ) 

Accordinr> to Cuilford, iiwareness, recognition, and immediate dis'- 

covery apply generally to two products at the lower levels In his • 

taxonomy, namely, units of information and classes. On the other hand, 

Ma*. 

comprehension, which Guilford used synonymously with understanding, 
applies to the hlgher-^level products of relations and systems. Thus, 
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cognition of principles, sequences, patterns, -r structures involves 
comprehension, rather than iwrr ;iwaroncsrt, recoRnltf on, or immediate - 



discovery^ 

The first step in attaining a concept at the co'.crete level is 

attending to an object and representing it' Internally' (Woo4ruff, 1961). 

1 

Gagnfi (1970) indicates* that as the Individual attends to an object he 
discriminates it from other objects. Woodruff (1961) calls the out- ' 

« 

come of these attending and discriminating operations^a concrete con-- 
cept, a mental image of some real object experienced directly by the 
'sepse organs. The infant, for example, attends to a large red ball 
and a white plastic bottle, discriminates each one on a. nonanaly tic 
perceptual basis, maintains an internal representation of each, and 
cognizes each of ttie objects when experienced later*. 

Whereas the attainment of a concept at the concrete level involves 
only the discrimination of an object from other objects, attainment at 
the identity level involves bcth discriminating various forms of the 
same object from other objects and also generalizing the forms as 
equivalent. The new and cfTtlcal operation is generalizing. For 
example, the child attaining the identity level of "dog" generalizes 
that the family poodle is the same poodle when seen from straight ahead, 
\ from the side, and from various angles. 

The additional oporatl^ons required for the attainment of a ^ 
concept at the cl«isslf icatory level is generalizing that different 
instances are equjLvalent in some way. The individual is still at the 
classificatory level when he correctly classifies a large number of 
instances as examples and others as nonexamples, but is unable" to 
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describe the basis for'his grouping in /terms of the, defining attributes 
of the conrept. fktnloy (cilt^l InMHtese, 1967), likv mny ^i^ther rc»- # 
searcherK^ ri>}n>rttd rii.it Individuals ran f;roup tltintv> witlifMit koing 

9 * 

able to descrlbo the basis ol the grouping.. # 

Two .^ets of operations are involved in the learning of concepts 

at the formal level, as shown in Figure 1* One set of operations • 

includes di^crlIninating and naming the defining attributes (Fredriek 

& Klai^smeie:-, 1968; Kalish, 1966; Rlausmeier & Meinke,''f968 ; and Lynch, 

1966), hypothesizing the atributes that define the concept (Levi^le, 

1963, i967), remembering hypotheses (Ghatala, 1972; Williams, 1^71), 

evaluating hypotliescs (Bruner, Goodnow, & Austin, 19%), and infi^rVlng. 

the concepts These operations go beyond those involved in nttalnii^ 

concepts at the c^assU icatory level and occur When the individual 

infers the defining attributes by using infoiMnation from positive ani 

negative instances of the concept, TTie attribute inrormation may be 

given t^f^the individual verbally or he may. secure it by attending to 

the positive and negative instances. 

i The secqnd set* of operations given in the iright column of Figure 1 

includes discriminating and .naming -the defining attributes, cognizing 

the common nttributes^and/or rules' from only positive instances, and 

infcrrhn; the concept. According to Tagat2> (1967), clementnry-schohl 

children up to about, age 12 carry 'ouX thbse' operations. They are npt 

able to utilize infonivition well, from negative instances or to 

. * 

hypothesize and evaluate the defining attributes. 

Concerning memory, Atkinson and Shiffrin (1968) postulate three 
mi»m<»rv sysLems<^--a long-term .store, a short*^erm stbre, and a ^sensory 
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information register* Th^re is ample evidence that in adults the pre- 
dominant mode of information storage in both the ^hort-- and long-^term 
^sterns is tlie verbal-linguistic nK?de. Hov/ever, other mo.eB of storage 
must be possible sinci? adults. are able to ^recQgni/.e smells, tastes'^ and 
visual stimuli which have not been verbally encoded. /Iso* a non-- 

linguistic store Is presumed to be essential for preverbal children 
♦ 

to learn concrete, identity, and rudimentary clasis concepts*^ Bruner (1964) 
dfscusj^es tife nonlini;i>» -t^ic features of memory in terms of the enact ive 
and ikonic repfesentat i<in oi sensoVy experiences. . ' ^ ' 

Concept Utilization and Extension 

Hori7.ontal transfe'r is l^mplled by use of the attained concept In 
recoRnizing* newly encountered exampl^ and nonexamples. VerticaJ^j^ 
transfer and new learning are presumed to occur ais the individual 

^ ^ . e 

extends his knowledge about an attained concept through using it in 
understanding various rrlationshjfi^s and in solving 'problems. The 
individual who has attained a concept at the classif icatory or formal 
level may use It in tour ways as shown in Figure 1 — in generalizing 
to nt'w instaiKTs, coj»ni7.ing supraordinate^siibordinate relations, 
co^uii'inr, v.irifMis other relations among concepts, and in genera,! i zing 
to"" i^ri^blrm^ u^lvitiK situ/ilions. It is not implied that attainment of 
every concept at the classif icatory and formal level?? must be followed 
with all the usps. Little research has been completed regarding any 
of the iises of attained concepts; however, Ausubel's (1963) -constructs 
of correlative and derivative subsumption ate intended, to explain how 
the individual relates concepts to one another. Similarly, Gagn^ (1970) 
postulates that having prerequisite concepts is an essential condition 
of rule learning^ and problemi^solvlng. 
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III 

' PROCEDURES AND CRITERIA U^ED IN 
DEVELOPING THE ASSESSMENT EXERCISES 



Procedures for Test Developroent 

• 

A scibtesc was developed to assess each p^f the four levels of 
concept attraintoent and three ni tho four uses. Because of the 
difficulty In devising a test to assess the usje of a concept in 
identifying exam^fTes and nonex^ples^ Wftich would be distinct from the 
test assessing attainnient of the classif icatory level, this use of 
concepts was not separately assesr^ed* Therefore, seven subtests were 
developed* The tests required specially constructed materials-t 

Criteria for Test Development 

f ^ 

To develop the tests of concept attainment and utilization, we 
analyzed the befhavii^rs involved and then constructed materials and 
doveloped instructions to assess the behaviors. The test Items went 
through expert review while under development. Hie ^ntire battery 
was then tried out on a small scale before it was used in this study. 

A few criteria in addition to the usual ones of reliability , 

objectivity^ and usability, were established to guide the development. 

First, the materials and instructions had to permit assessment of 

# 

autjects of preschool age through hlg^ school. We hypothesized thaj: 
nat all si^^^ects of preschool age would attain a given' concept at the 
concrete level and that not all high school subjects would attain it 

at the formal level. 

13 . ' 

■ 17 ... 
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•Second » the assessment exercises should be adniintstrable to 
groups- of 4;Jilldren rolher than to Individuals. TJiis decision w.is 
bas'ed on .m earlier set of experlmrnt.il .exercises dealing v/lth eai'J" 
Uteral tr iangle which had been a^minit^tered on an In'Uivi^ual basis. 

' ^ \ . t 

Two weaknesses were found with' ^is series o1 Indlvidually^-admlnlBtered 

/' 

exercises. First , ^certain items the formal leveb of attainment and 

' ■ * ' i 

other Items connected with us-es of the concept in understanding 

principles ami in cognizing si^ordinate and auperordinate relations 

called for the subject to give the label equilateral triangle or same 

Other label in response to questioning. Although the experimenter had 

reasonable assurance that a subject who did not give the label actually 

did not have the label In his spoken vocabulary, there was not corijpletc 

certainty regarding this.' By Msing multiples-choice items which^gaye. 

J ' ' \ 

the correct label .iS' one of the choices, this problem was overcorw'^ 

and at the same time the battery could be administered in groups to 

children who could read reasonably well. A sec<>nd liilitatlon of the ' 

individual ly-a*dmlrfifi,tered items was that judgments were required for 

the >open-ended scoring responses co many itens in addition to those 

based on having the correct label. This weakness was ^Iso eliminated 

0 

by developing n paper and pencil' battery . 

The third criterion for the selection of the concept was that if 
had to have pcrtPept ible' instances or representations thereof* An 
Instance of the concept or a representation of it was needed to tt*yt 
for attainment at the concrete. Identity, and classif icatory levels. 

The fourth selection criterion was that the concept had to be 
definable by publicly accepted attributes in order to test attainment 
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at the formal l«vei. In this- connection we noted earlier tKat many 
concepts are definable in tepas of attributes e%en though this method 
of definition is often not used in abridged dictionaries. . 

Fifth, the concept Selected for a battery should be relatable to 
the subject .matter which children- encbunter it^ school, Thlg is i,n 
line with our proposition that directed experience, including' instruction 

in school, is a powerful determininant of >he* particular concepts attained 

/ • ' ' • ^ V 

by individuals and also of t^eir level of actainment and use. Further, 

since much 'instruction in school deald with concepts, our model should 
have applicability to the design of instruction, and the subtests should 
be usuable, when- fully validated, in assessing the level oSf conceptual 
development in schooi^age children. ' . ^ 

^ixth,^ the particular ^concept had to be Vart of a taxonoii^' in 
order to test its use in aognizing supraoi:dihate-subordlnate relation- 
ships. 

Finally, the concept had to be usuable in cognizing principles 
and^n problem solving. Here, the concept may be usable in solving 
simple problems without .beting Tjsed first in lmderstanding^ a principle, 

* 

or it may be used first in understanding a principle and then In 
solving nwre complex problemsT, ^ • 

Three of many , concepts that s^et these criteria are equilateral 
triang le from the field of mathematics | noun from the field of English; 
and tree from the field of science^ ^The concept equilateral triangle 
was selected for the first battery of tedts tD be developed and 
administered. 
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TEST BATTERY INSTRUcJflONS 

■ » 

I-Introducfcion 

« * 

■ ' { 

■ ' , <• • • 
The purpose of the Concept Develbpment batt^cy i» to assess the 

' • • 

level of concept jattainment the child has achieved. These Instniments 
are based on the model of conceptual learning and deveiopnent proposed 

' by H. J: Klausmeier. The. battery is intended for use from .kindergarten 
through twelfth grade. Howiever, it may not be necessary oi|; desirable to 
administer all items or subtests at each grade level. . 

1^1 1: Is generally assumed, that (1) intermediate aged -children respond 

, correctly to all items in booklet A; and (2) prJbaary aged children re- ' 
Spend incorrectly to certain items in booklets C and D. Therefore, it 
may be unnecessary to administer part or all of certain booklets to all 

age levels. It is also necessary to recognize that when younger children 

. ■ • > - ' /* 

f are not admini4M:ered all items,* it becomes impossible for them to show 
fujll mastery of certain levels. The nuatoer of items administered or not 
administered- should be determined in light of the goals of the particular 
^reseajcb study. ^ , . 

The battery Is, administered to intact classroom groups at the }tlgher 
primary level and above, and to smaller groups of 5 to 7 children at; the 
lower primary level. 

The entire battery is read to students regardless of. their grade level. 
Therefore, it Is essential that all students be working on the question 
being read by the administrator. Students mark their answers directly on 
the test pages so no separate answer sheet is required. Children should^ ^ 

17 ! . 
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not be alloweid to change answers on subtests already taken. All !na.te?ials 
/ - . . '» 

needed for. testing sessions are listed bfelow: 

' Materials the student will reed ; 

1. Concept Development Battery ^ 

Cleared desk top or space to work ' * 

3. Pencil - ' ^ 

T ■ . ' 

. * ■ . v- 

Materials the t^st admi nistrator will need : 
!• Test ^administrator's manual 
^ 2. Copy of the test booklets for deinoftstratfon 

♦ 

3. Extra pencils " ' ^ ^ 
• • - t 

4. A "Testing: DO NOT DISTURB" sign for the door 

Since all directions given- orally*' noist be* read word fo^word» it is 
Important that the 'test administrator study the directions in each manual 
prior to testing. Familiarity with test directions, is- enhanced by working* 
with a copy of tht> test in ha^id. Directions to the test adailnlstrator are 
in small letters and enclosed in' parentheses, Directions to be read to 
children are in capital letters. In some instanced, instructions differ 
among various forms of the battery being administered; in such cases, the 
differing Instructions will be enclose4 in asterisk^ and labeled appropriately. 
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H Ulrvctlons for Admin is terfny the liattery , * 

(Distribute tesl booklets and'pencils to the studunts. The bool^lets^ • * 
should be passed out and collected separately for each section ^of the 
Battery — lA, IB, KT, It).) . / . 

Directions for Booklet lA (Items 1-6) • • 

(For Kindergarten enter the requested Identification Information. Direct 
older stijidents to fill tn the name Section.) DO NOT TURN THE PACE UNTIL : 
I TELL YpU TO. . ON THE TOP- OF THE PAGE FILL IN YOUR NAME, ip)UR BIRTHDATE, 

YOUR SCHOOL'S NAME, YOUR GRADE, AI^D TODAY'S DATE. TODAY 'SJDATE IS " 

(Wri-te today's date on the blackboard.) YOU ARE GOING TC 

BE ASKED QUESTIONS ABOUT THE WAYS IN WHICH THINGS ARE ALIKE, OR THE WAYS 
IN^IICH THINGS ARE DIFFERENT. THE QUESTIONS ARE NOT ABOUT YOUR SCIipOL . 
WORK, AND YOU WI^L NOT RECEIVE A GRAO*. YOU MAYVyiND SOME OF THE jQUEgTIONS 
EASY. OTHERS MAY BE VERY DIFFICULT BECAUSE YOU MAY NOT HAVE LEARNED ABOUT 
THESE THINGS ¥ET. PLEASE FOLLOW THE DIRECTIONS I GIVE YOtJ VERY CAREFULLY ' 
AND TRY TO DO YOUR BEST ON EACH ^JUESTIOI^-. IN T^IS* BOOKLET YOU WILL LpOK 
AT A DRAWING, MD THEN FIND-^E EXACTLY LIKE IT ON THE NEXT PAGE. OPEN 
YOUR.BOOKLET Tu PAGE 4,. (Demonstrate, check to see that each child's 
booklet is open to page k.) ^ 

. - . ♦ 

LOOK CAREFULLY AT THE^ DRAWING ON TH;S PAGE. (Pause.) NOW TURN TO PAGE \. 
.THERE IS A, BLACK X ON THE DRAWING THAT IS EXACTLY THE SAME AS THE ONE YOU 
JUST SAW. (-Pause.) NOW LET'S DO ANOTHER EXAMPLE, BUT THIS TIME YOU 
WILL MARK THE X Orf THE CORRECT DRAWING YOURSELF WITH YOUE PENCIL.. 

TURI^ TO PAGE 7 AND LOOK CAREFULLY AT THE DRAWING. (Deroonstrate. Check 
to see that each child's booklet is 'open to this page.) NOW TURN TO PAGE 8 
AND MARK AN X ON THE DRAWING THAT LOOKS EXACTLY TliE SAME. DO NOT ^OOK 
BACK. (Pause.) ' . " 

Intermediate' ^ 
YOU SHOULD HAVE MARKED AN "X" ON THF THIRD DRAWING FROM THE LEFT. ARE 
THERE ANY QUBSTIO5IS? (Pause.) 

, . ' . Primary 
YOU 'SHOULD HAVE MARKED AN "X" ON THIS DRAWINp. (Point.) 

THE REST OF tHE. QU^^TIONS IN THIS' BOpKLET WILL BE LIKE THE ONES YOU JUST DID. 
YOU WILL LOOK CAREFULLY AT ONE DRAVRNG, THEN MARK THE DRA^^piG THAT IS EXACtIy 
LIKE IT ON THE NEXT. PAGE. DO NOT LOOK BACK AFTER YOU HAVE BEEN TOLD TO TURN 
A PAGE. . ■ ' . 

Intermediate 

IF you WISH TO CHANGE Alfci ANSWER, DRAW A CIRCLE AROUND THE *'X'* THAT YOU THINK 
\% CORRECT. ' ( 

WHEN YOB WANT TO CHANGE AN ANSWER^ RAISE YOUR HAIK) AND I WILL HELP YOU CHANGE 
IT, • 

22 
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TURN TO PACE 9 AiNl),U)(»K AT THE DRAV, l.^C, (Pnusc-.) N^l\^f Tim TO TOK NliKT 
PACK AiND MARK THK UKAWINu Tl^AT LOOKS KXACTLY TllK SAMh. iX) NOT LOt)K 
BACK. (Pau«t?. ) ■ . ■ ' ■ ^ . 

TURKIC PAOL n /\ND'Ll)OK Ai '1111. URAWImC;. ( Pause.)' NOW TURN TO THK NliXT. 
PAG^:%kND M^RK TUt; drawing" THAT' LOOKS KXACTLY THE SAW!;. ' 6o NOTHWK 
BACK. (Paustf.) ' " • 

turn' TO PAGE n AND LOOK AT THE DRAWINCJ. (Paus'fcl) NOW TURN W) THE NEXT. 
PAGE AND MARK TllK DKAWtNi; TflAT LOOKS EXAGTLY TiiRSAME. (Pause.) 
^ . ' ■ K ' 

TURN TO PAGL^r) A^NDXcoK AT rfu: DRAWING. (Pause.) N,OW TURN TO 'THE NEXT 
PAGE AND MARK THL l!i;AU iAT LOOK;', LXAC^'LY THE SAME. (Pause.) 

TURN TO PAGE 17 AND l/ AT T , DR^mUng.' (Pause.) NOW TURN TO THE NEXT 
PAGE A]^^D MARt: THE 1";;aU' ; iic i i.ums EXACTLY THE SAME. (Pause.), 

TURN TO PAGE 19 AND LOu . AT Till DRAWING. (Pause.) NOW TURN TO THE NEXT. 
PAGE AND MARK THE DRAWING THAT.'lOOKS EXACTLY THE SAflE. (Pause.). NOW 
WE'RE FINISHED Wl'lU THE FIRST BOt'KLET. 

TURN TO PAGE 21 AND LOOK AT THE DRAWING. (Pause.) NOW TURN TO THE NEXT 
PAGE AND MARK THE DRAWING THAT LOOKS EXACILY THE SAME. (Pause.) 



TURN TO AND LOOK AT THE DRAWING. (Pause.) NOW TURN TO THE 

NEXT PAGE AWtIaRk'THL DRAWING THAT LOOKS EXACTLY THE SAME. BO NOT 
LOOK BACK. ' (Pause.) 



TURN TO fAGE 25 AND LOOK AT 'HIE DRAWING. (Pause 
PAGE mN'D MARK Till: DRAWING THAT LOC^sS THF.«SAME. 

TUWJ TO PAGE 27 AND LOOK AT THE dS^WING. (Pause 
PAGE A.ND NARK THE i)K5\WING^AT LOOKS THE SAME. 

^Tl'RN TO PAGE 29 AND LOOK AT THE DRAWING. (Pause 
PAGE AND MA^, THE DRAWING THAT LOOKS THE SAME. 

i 

TURN IC PAGE 31 AND LQOK AT THE DRAWING. (Pause 
PACE AND MARK THE DEWING THAT LtXlKS THE SAME. 

TURN TO PAGE 33 AND LOOK 'AT THE DRAWING. (Pause 
PACb AaNL MARK lllE DRAWING 'HIAT LOOK? THE SAME. 



TURN TO' PAGE -35 
/ACL AND MARK Tl 



AND LOOK AT THE DRAW I J^,. (?a\Me 

iK BRiaib'lNCf Tl'AT LOCKS THE SAME/ 



TUR::' 10 PAGE 37 AND LOOK AT THE- DRAWING. (Pause 
1»A(,K AND MARK THL DRAWING THAX LOOKS /THE SAME.' 

TLH.% TO PAGE 39 AND LOOK AT TilK DRAWING. (Pausj 
.At it AND MARK THE DRAWING T1{AT LCXJKS THE SS^IE. 
i.UESTlON IN THIS BCiOKLET. (Collect booklets.) 



) NOW TURN TO THE^ NE^XT 
Pause.) 

) NOW TURN TO THE NEXT 
Pause.)- 

) NOW TURN TO THE NEXT 
Pause.) ^ 

) NOW TURN TO THE NOT 
Pause.) 

) NCW TURN TO THE NEXT 
Pause.) 

) NOW TURN TO THE NEXT 
Pause.) 

) NOW J-URN TO THE NI.XT • 
P^use . ) • ' ■ 

) NOW TURN TO THE NEXT 
Pause.) THAT TS TllE LAST 
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* ^ Directions for Booklet IB 
• (Primary Instructions) ' 

p» ■' * 



(For Kindergarten enter the name information. For grade three dttect'* 
students to fill in their name.) ' . ^ 

DO NOT TURN THE PAGE UNTIL I, TELL YOU TO. IN I^IJ BOOKLET ARE QUESTIONS 
ABOUT THE WAYS IN WHtCH flTilNCS ARE SIMILAR ANt5 DlFFERfiNT. YOU WILL MARK YOUR 
ANSWERS BY MARKING AN X ON THE DRAWINGS YOU CHOOSE/ WHEN YOU* RE NOT SURE OF 
AN ANSWER, MARK THt ANSWER YOU THINK IS, RIGHT. WHEN YOU WANT TO CHIkNGE AN 
AN5VER RAISE YOUR. HAND AND I WILL HELP YOU CHANGE IT. OPEN.^OUR BOOKLET TO 
PAGE 1. (Demonstrate.) . , . ' ' • • ' . 

ON TftiS PAGE IS AN EXAMPLE ITiAT HAS ALREADY BEEN MARKED. LIST^ CAREFULLY' 

WHILE I READ THE DIRECTIONS AT T>JE TOP. (Note for Kindfirgarfcen: Substitute 

"over liere" for both ."on the right." and "on t^e left." Using a teat booklet, 

"demonstrate the stimulus and item response' positions Referred 'to by "ovet 

here.") IT SAYS, "PUT AN X ON THE DRAWINGS (on the right)^THAT HAVE EXACTLY 

THE SAME SHAPE AS THE ONE, (on the left).'* (Repeat sentence.) WERE THE 

"X's" MARKED ON THE CORRECT DRAWING? (Walt ^or response.) YES, "THEY WERE, 

TURN TO PAGE 2 . ' , 
. ^ - 

NOW WE WILL DO ANOTHER EXAMPLE, BUT^tUlS TIME Y9U WILL MARK THE "X'q" ON 
THE DRAWINGS. WHEN YOU MARK^-Jf^SUR ANSWERSr START AT THE. TOP AND LOOK- AT v 
EACH DRiWINfr, ONE AT A TIME. PUT AN X THE. DRAWINGS ON THE RIGHT THAT 
HAVE EXACTLY THE SAME- SHAPE AS THE QNE^ON JHE LEFT, YOU CAN LOOK BACK AT ..- 
THE DRAWING ON THE LEFT IF YOU ARE NOT'sURE. (Repeat the directiorts; pause.) 
YOU SijK)ULD HAVE^MARKED AN X ON THIS ONE. » (Point -tb middle dravflng in top 
row.) YOU ALSO SHOULD HAVE MARKED AN X ON THIS ONE. (Point to first 
drawing in bottom row.) AN If AN X'ON THIS ONE. (Point to*laat drawing 
in bottom row.). THESE THREE DRAWINGS ON THE RIGHT HAVE EXACTLY THE 
SANE SWAPE' AS^THIS (Mz. ARE THERE ANY QUESTIONS ABOUT WHAT TO D07, (If' 
there arfe questions, go back over the two example , problems .) THERE WILL 
ALWAYS' BE MORE 'THAN ONE DRAWING TO MARK. WHEN YOU ARE .NOT SURE OF AN ANSWER, 
MARK THE DRAWINGS YOU THlNK ARE RIGHT. RAISE YOUR HAND WHEN YOU WANT TO. 
CHANGE AN ANSWER. NOW TURN TO PAGE 3 ". 

(Pace chUildren through the test. Wait until all 'children have" completed 
an item »fore proceeding to "^he next item. For each item carefully check 
to see that each child is on the correct page.)' 

"PUT AN X ON THE DRAWINGS (ON THE RIGHT) THAT HAVE F.XAGTLY THE SAME SHAPE 
AS THE ONE (ON THE LEFT)." (Problem 1.) (Repeat senteij^ce. Pause.) TURN . 
TO PAGE A. . . ■ 
1 , * ' " . 

WHEN YOU MARK YOUR ANSWERS START AT THE TOP AND LOOK AT . EACH DRAWING, ONE 
AT A TIME. LISTEN. "PUT AN X ON THE DRAWINGS (ON THE RIGHT) THAX HAVE 
EXACTLY THE SAME SHAPE AS THE ONE (ON THE LEfT). • PUT AN X ON THE ; 
DRAWINGS (ON THE RIGHT) THAT HAVE EXACT:LY THE SAME SHAPE THE ONE (ON 
THE LEFT)." (Problem 2.) (Pause.) TURN*. TO PAGE 5. " 
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. WHEN YOU MARK YOUR ANSWERS START At' TllE fTOP AND LOOK AT EACH DRAWING,^ 
. ONE AT A .TIME. LISTEN. "PUT AN X ON THE DRAWINGS "(ON THE RifeHT) THAT 
HAVE EXACTLY THE SAME AS' THf) ONE (ON THE LEFT). PUT AN X ON ) 

THE DRAWINGS (ON TtiE RIGHT) THAT HAVE EXACTLY. THE SAME SHAPE^AS THE 'ONE 
THE LEFT)." (Problem 3^ (Pause.) TURN ju i 'AciK. 6. 

6 litstrjictloiis for Kindergarten 

NOW YOU WILL ANSWER 'QUESTIONS: THAT ARE DIFFERENT FROM BEFORE. I AM GOING 
TO READ THIS QUi^STION (Point.) ABOUT "THE DRAWINGS AT THE TOP OF THE PAGE. . 
(Point.) I WILL ALSO REAlJ'FOUR DIFFERENT ANSWERS'TO THE QUISTION. (Point' 
to each answer cholif and Inuicate that a is one answer* b is another answer, 
. etc., through'^d,),ONLY ON'K uV THESE FOUR ANSWERS IS CORRECT. YOU ARE TO 
MARK AN XON THE LEiTl^.,, b , c,- or d TO SHOW THE ANSWER YOU THINK IS RIGHT. 
YOU WILL^WaRK an X UN ctNi/i oNE OF JHESE LETTERS. WHEN YOU DON'T KNOW THE 
ANSWL-R, YOU C/-N MARK d, WHIQi SAYS "I DON'T KNOW." DO YOU HAVE 'ANY QUESTIONS 
ABOUT WHAT TO, DO? (Ropeat the above procedure if necessary^ Read the 
question and answer choices on page* ^ twice. Point to. each answer choice 
as you r^ead it aloud.) •* 

PROBLEM A' : ARE^alL OF THE THREE-SID^;© FIGURES ABOVl: EQUILATERAL TRIANGLES? 

A - YES, Al\ of THliM ARE EQUILATERAL TRIANGLES. 
B - SOME OF THEM ARE ^T EQUILATERAL TRUNGLES. 
Cr- NO, NONE OF THEM ARE EQUILATERAL TRIANGLES.., 
OR _ 

D - I DON'T ^jfcW. 

\ ■ ' 

(Pause.) (Read question and answer choices on page 6 twice.) 

PAGE 6 Instructions for Grade Three 
NOW YOU WILL ANSWER QUESTIONS THAT ARE ' DI FFERENT PROM BEFORE. I WILL READ 
THE QUESTION THAT ASKS ABOUT THE DRAWINGS AT THE TOP OF THE PAGE. I WILL 
ALSO READ THE FOUR DIFFERENT ANSWER QHOICES FOR THE QUESTION— ANSWER CHOICES 
a,>-b, c, and d. ONLY ONE OF THESE ANSWERS IS CORRECT. YOU ARE TO MARK X 
^ ON THE LETTER OF THE ANSWER CHOICE THAT YOU THINK IS RIGHT. WHEN YOU DON'T 
KNOW THE ANSWER, YOU CAN MARK d, WHICH >SAYS "I DON'T KNOW." YOU MAY READ 
ALONG SILENTLY AS 1 READ OUT LOUD. READY? ' 
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PROBLEM! 4 ; ARK ALL OF*THfc; TllKEE-Hl UED FIGURES AUOVE EQUILATERAL TRIANGLES? . 

A -.YES. ALL OF THEM ARE EQUILATERAL TRIANQLES . . ' ' 

B - NO , SOME OF THEM ARE NOT EQUILATERAL TRUNGLES . ' 

C - NO, NONE OF THEM ARE EQUILATERAL TRIANGLES. 

OR • ^ . " .*- 

D - I DON'T KNOW.. ^ ' • •. • 

(Pau^e.) (Read the question and answer choices on page 6 twice.) 
MARK YOUR ANSWER- AND TURN JO PAGE 7. 

PAGES 7-13 Instructions for Kindergartea and ^rade Threffe 

(1) Using your test buuklet, read aloud each question end the answer' choices • 
twice* \ . . 

(2) Pace students through the itepis. Wait until- all students have completed 
an item before proceedJ.i\g to the next item. 

(3) Clieck to see that all students are on the right page, 

<4) For Kindergarten point to each answer choice a& you read it aloud. 

PROBLEM 5; ARE ALL OF THE EQUILATERAL TRIANGLES ABOVE TRIANGLES? 

A ~ NO, ONLY SOME OF THEM ARfe TRIANGLES. 
B - NO, "NONE OF THEM ARE TRIANGLES. 
C - tES, ALL OF THEM ARE TRIANGLES. 



OR 



D - I DON'T KNOW. 



(Pause.) (Read the question and anr^v^r chol(^e8 on page 7 twice.) 

MARK YOUR ANSWER AND TURJJ TO PAGE 8. . 

PROBLEM 6 ; IF YOU TOOK <ALL THE EQUILATERAL TRIANGLES AND THE RIGHT 

TRIANGLES ABOVE AND PUT THEM |N A GROUP THERE WOULD BE THERE 

WERE THREE-SIDED FIGURES. 

A - FEWER OF THEM THAN ^ 

& - MORE OF THEM THAN 

C - THE SAME AMOUNT OF THEM AS 

D - 1 DON'T KNOf. 

(Pause.) (Read the question and answer choices on page 8 twice.) 
MARK YOUR ANSWER AND TURN TO PAGE 9. 
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PROBLEM 7; ARK ALL OF THE REU FIGURES ABOVE EQUILATERAL TRIANGLES? 

A - NO, SOME OF TllEM ARE NOT EQUILATERAL TRIANGLES. 
B - YES, ALL OF THEM ARE EQUILATERAL TRIANGLES. 



OR 



C • NO ')i\E OF THEM ARE EqUlCATCRAL TRIANGLES. 

. ■ ) 
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(Paiise.) (Read the quosticm and answer choices on page 9. twice.) 
MARK YOUR ANSWER AND I'LiRN TO PAGE 10. 

PROBLBM - 8 ; ARE AIL Ti:F. S>5AJ.l. FIGURES ABOVE EQUILATERAL TRIANGLES? 

V. - NOTSOME OF TilLM ARE NOT EQUILATERAL TRIANGLES. 
B - YES, AIL OF THEM ARE EQUILATERAL TRIANGLES. 
C - NO, NONE OF THEM ARE EQUILATERAL TRIANGLES. 

OR 

D - I DON'T Kii(M. 

• (Pause.) (Rcdd Llie question and answer choices On page 10 twice) 
MARK YOUR ANSWER AND TURN TO PAGE 11. 

P ROBLE M 9.: ARE ALL OF THE TRIANGLES ABOVE POLYGONS? 

r > 

•A ~ NO, NONE OF THEM ARE POLYGONS. 
' B. - YES, ALL OF THEM ARE POLYGONS. 

* 

C - NO, ONLY SOME OF THEM ARE POLYGONS. 
D - 1 DON'T KNOW. 

(Pause.) (Rend the question and answer choices on page 11 twice.) 
MARK YOUP ANSWER AND TURN TO PAGE 12. 

PROBLEM 10; ARE ALL OF THE POLYGONS ABOVE TRIANGLES? 

X A - NO, SOME OF THEM ARE NOT TRIANGLES. 
. B - YES. ALL OF THEM ARE TRIANGLES. 

C - NO, NONE OF THEM ARE plANGLES. 

OR 

D ~ I DON^T KNOW. 

(Pause.) (Read the question and answer choices on page 12 twi-te.) 

* 

MARK YOUR ANSWER AND TURN TO PAGE 13. 
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PROBLEM 11; IF VOU TOOK ALL OF Tyt TRIANGLE? AND THE RECTANGLES ABOVE 
AND PUT THEM IN A GROUP THERE WOULD BE THER!: WERE POLYGONS^. 

A - FEWER OF THEM TiiAN^. 



B - MORE OF THEM THAN 
C - THE SAME AMOUNT OF THF^ A$ 



OR 



D - I DON'T KNOW 

(Pause.) (Read the question and answer choices on page 13 twice.) 
MARK YOUR ANSWER AND SToK. 

***************************************************************** 
PAGE 14 Instructions for Kindergarten and Grade Three 

BELOW ARE FOUK, DRAWINGS. PUT AN X C»J THE ONE THAT IS DIFFERENT FROM THE 
OTHER THREE . . . PirT AN X ON THE ONE THAT IS DIFFERENT FROM THE OTHER 
.THREE. (Pause.) (Frobletn 12a) TURN TO PAGE 15 . 

BELOW ARE FOUR DRAWINGS . PUT AN X THE ONE THAT IS DIFFERENT FROM THE 
OTHER THREE. . . PUT AN X ON THE ONE THAT IS DIFFERENT FROM THE OTHER 
THREE. (Pause.) (Problem 12b) TURN TO PAGE 16. . 

BELOW ARE FOUR DRAWINGS. PUT AN X ON THE ONE THAT IS DIFFERENT FROM THE 
* OTHER THREE . . . PUT AN X ON THE ONE THAT IS DIFFERENT FROM THE OTHER 
THREE. (Pause.) (Problem 12ci 

THIS IS THE LAST PROBLEM IN TpS BOOKLET. (Collect answer booklets.) 



28 



BEST COPY AlflUUBli 



Directions for Booklet IB 
(^ntennedinte Inrftrqctlons) 

WRITE YOUR NAMi: IN THfi; SPACH AT '11!!. TOP Of THE FRONT PAGE. (Pause.) 
TURN TO PAGE- 1. 

IN THIS SECTION WIUkK TO MARK ALL OF THI! DRAWINGS ON THE RIGHT THAT 
ARE LIKE THE DRAWING ON THt LEFT IN SOME WAY. THERE WILL ALWAYS BE MORE 
THAN ONE DRAWING THAT SHOULD BE MARKED. LOOK AT EXAMPLE "A" BELOW. 

PUT AN "X" ON THE DRAWINGS ON THK RIGHT THAT HAVE EXACTLY THE SAME SHAPE 
AS THE ONE'ON-THE LEFT. 

IVO OF. THE DRAWIN(;S ON THt RICH'i HAVE "X's" ON THEM BECAUSE THEY HAVE 
jSXACTLY THE SAME SHAPE ViE uNh ON THE LEFT. THEY ARE ALSO ROUIJD. 

BELOW IS ANOTliER EXAMI'l.fc;-, 'iiLT TIME YOU ARE TO MARK THE "X's*" ON 

if 

PUT AN "X" ON TJIE 'DRAWINGS ON THE RIGHT THAT HAVE EXACTLY TOE SAME SHA? 
AS THE ONE ON THE LEFT, YoU CAN LOOK BACK AT THE DRAWING ON THE LEFT 
IF YOU ARE NOT SURE. (Pause.) 

YOU SHOULD HAVE MARKED "X's"»N THE .MIDDLE ONE IN THE TOP ROW AND THE 
FIRST AND Last one JN the bottom row because THEY HAVE EXACTLY THE SAME 
SHAPE AS THE DRAWING PN THE LEFT. ARE THERE ANY QUESTIONS ABOUT WHAT 
TO DO? (Pause - if there are questions, go back 6ver the two example 
problems.) ' , . 

LOOK AT PROBLEM 1 ON PAGE 3.' PUT AN "X" ON THE DRAWINGS ON THE RIGHT 
THAT HAVE EXACTLf THE SAME SHAPE AS THE ONE ON 1 HE LfiPT. (Pause.) 
TURN TO PAGE 4. 

P ROBLEM 2 .; TUT AN "X" ON THE DRAWINGS ON ,TH£ R7 ;HT THAT HAVE EXACTLY 
THE SAME SHAPE AS THE ONE O.N TOE LEFf. (Pause.) T URN. TO PAGE 5. " 

PtioBLEM 3: PUT AN "X" ON THE DRAWINGS ON THE RIGHT THAT HAVE EXACTLY THE 
SAME SHAPE AS THE ONE ON THE LEFT. (Pause.) TURN TO Pa6E 6. 

Tl^IS SECTION DEALS. WITH THE WAYS TliAT A DRAWING CAN BE PUT INTO MORE THAN • 
ONE GROUP. FOR EACH PROBLEM YOU WILL SEE A GROUP OF DRAWINGS AND AN 
INCOMPLETE STATEMENT ABOUT THE DRAWINGS. YOU ARE TO SELECT THE| ANSWER THAT 
WILL CORRECTLY COMPLETE THE STATh*MENT. MARK AN "X" ON THE LETTER THAT 
IDENTIFIES THE CORRECT ANSWER. FOR »OME OF THE QUESTIONS YOU MAY NOT KNOW 
THE CORRECT ANSWER. IF NOT, MARK WK LETTER BY "I DON'T KNOW." IF YOU 
WISH TO GiANGE AN ANSWER, DRAW A CIRCLE AROUND THE "X" THAT YOU THINK IS ' 
CORRECT. • • ' 



29 



(For problems 4 through 12 read aloud each question and the^answer 
choices. Pace the students through the items. ^ Wait until^the students 
have completed an item before pi^oceeding to the next item. Make sure 
all the students are on the right page.) 

^"^s^^o^ ^. ' are;all of the three-sided figures above equilateral triangles? 

A - YES, ALL OF THEM ARE EQUIUTERAL TRIANGLES. 

B - NO, SOME OF THEM ARE NOT EQUIUTERAL TRIANGLES. 

C - NO, 'NONE OF THEM ARE EQUILATERAL TRIANGLES. 
OR . ' 

' D - I pON'T KNOW. ' . •' 

(Paiise.) 

QUESTION, 5 .; ARE ALL OF THE EQUILATERAL TRIANGLES ABOVE TRIANGLES? 

A - NO, ONLY SOME OP THEM ARE TRIANGLES. 
B - NO, NCBiE OF THEM JUIE TRIANGLES. 
C - yes; all OF THEM ARE TRIANGLES. ' ' 

OR • 

D - I DON'T KNOW. ' •• 

(Pause.) »' * 

QtJESTIQN 6 ; IF YOU TOOK ALL OF THE EQUILATERAL TRIANGLES AND THE RIGHT 

TRIANGLES A50VE AND PUT THEM IN A GROUP THERE WOULD BE THERE 

WERE THREE-SIDED FIGURES. 

A FEWER OF THEM THAN' 
■ B - MORE OF THEM THAN 
C ~ THE SAME AMOUNT OF THEM AS 

OR 

D - 1 DON'T KNOW. ' , 

'(Pause.) ' , , 

QUESTION 7. ; ARE ALL OF THE ,RED FIGURES ABOVE EQUILATERAL TRIANGLES? 

A - NO, SOME OF THEM ARE NOT EQUILATERAL TRIANGLES. . 

H - YES , ALL 'OF THEM ARE EQUILATERAL TRIANGLES ; . ' ^ 

C - NO, NONE OF THEM ARE .EQUILATERAL TRIANGLES. 

OR 

D - 1 DON'T KNOW. ' - 

t 

(Pause.) TURN TO PAGE 10. . 



BEST cow W«UBi£ 

; LOOK AT THESE SIX DRAWINGS ANd' ANSWER QUESTION 8. 

QUESTION 8 ; ARK ALL OF THE SMALL FIGURES ABOVE EQUILATERAL TR^GLES? 

A ^ NO, SOME OF 'THEM ARE NOT EQUILATERAL TRIANGLES., 

B - YES, ALL OP THEM ARE EQUILATERAL TRIANGLES. 

C - NO, NONE' OF THEM ARE EQUILATERAL TRIANGLES. * ' 

D - I DON*T KNOW. 

■ * * 

(Pause. ) , ' ' 

LOOK AT THESE EIGHT DRAWINGS AND ANSWER QUESTIONS 9-11 . 
QUESTIOIf 9 ; ARE ALL OF TliE TRIANGLES 'ABOVE POLYGONS? ^ ' ' 

A - NO, >}ONE OF TJIEM ARE POLYGONS. 
B - YES, ALt OF THEM ARE POLYGONS. 
C - NO, ONLY SOME OF THEM ARE POLYGONS. 
OR * 

D - r DpN'T KNOW. 

(Pause.) ^ 
QUESTION 10 ; ARE ALL OF THE POLYGONS ABOVE TRIANGLES? 

A - NO, SC^IE OF -mm ARE NOT TRIANGLES. 

B - YES, ALL OF THEM ARE TRIANGLES. 

C - NO, NONE OF. THEM ^ TRIANGLES.. 
OR . ' 

i 

D - I DON'T KNOW. 
* (Pause.-) 

-.V . 

. QUESTION H i IF YOU TOOK ALL OF. THE TRIANGLES AND. THE RECTANGLES ABOVE 
AND PUT THEM IN A GROUP THERE WOULIJ BE THERE WERE POLYGONS; 

A - FEWER OF THEM THAN * 
B - MORE OF THEM THAN 

C - THE SAME AMOUNT OF THEM AS . ♦ 



Oft 



D - I DON'T KNOW. 

(Pause.) TURN TO PAGE 14. , 



31 , 



ERIC 



BEST con AVAIUiLE 



PROBLEM 12a: BELOW ARE FOUR DRAWINGS. PUT AN X ON THE ONE THAT 
IS DIFFERENT FROM THE OTliER THREE. 

PROBLEM .12 b : DELOW ARE FOUR DRAWINGS. PUT AN X ON THE ONE THAT IS 
DIFFERENT FROM THE OTHER THREE. 

PRQBLE M- 12c : BELOW ARDOUR t)RAWlNGS. PUT AN X ON THE ONE THAT IS 
TOEEkfi^FROM THE OTHER THREE. 

THIS ir -^HE LAST PROBLEM IN THIS BOOKLET. (Collect answer bodklets.) 
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Dlrectioos for Btfoklej: IC 

' " \ : ' . 

(For Kindergarten complete the requested Name Infonaation. Direct older 

Primary Instructions 
OPEN YOUR BOOKLET TO P/£E 1. IN THIS SECTION YOU ARE TO SOLVE PROBLEHS 
ABOUT THE DRAWINGS THAT ARE GIVEN. WE WILL DO fiAQ! QUESTION AS WE DID . 
BEFORE. I WILL READ EACH- QUESTION AND THE DIFFERENT ANSWERS. YOU ARE 
TO MARK AN X ON THE LETTER OF THE ANSWER CHOICE THAT YOU THINK IS RIGHT. 
YOU MAY READ ALONG SILENTLY AS -I READ OUT LOUD. » READY? , ' 

. *• 

(Using your test booklet, read e^ch question and its answer chQlces twice. 
Pace students through the questions. Wait until all students have completed 
an item before proceeding to the n&Ht i.tem. 

Intermediate Instructions 
WRITE YOUR NAME IN THE SPACE AT THE TOP OF THE FRONT PAGE. (Pause.) TURN TO 
PAGE 1 . (Pause.) IN THIS SECTION YOU ARE TO- SOLVE PHCBLEM8 ABOUT THE DRAWINGS 
THAT ARE GIVEN. FOR EACH QUESTION, YOU ARE TO SELECT THE CORRECT ANSWER FROM. 
THOSE GIVEN. |«ARK AN "K" ON THE LETTER THAT IDENTIFIES THE CORRECT ANSWER. 
IF YOU DON'T KNOW JHE CORRECT ANSWER, MARK AN V ON THE LETTER BY "I DON'T • 
KNOW." 

(In this section read, aloud ^ach question and the answer choices. Pace the. 
students through the items. Wait untlT'the, students have completed an item 
before proceeding to the next item. Make sure all the students are on the 
right page.) 

' PROSLEJl ! ;• ANGLES X, Y., AND Z HAVE EXACTLY THE SAME NUMBER OF DEGREES. 
SUPPOSE THAT SpE ^ IS 2 INCHES LONG. HOW LONG IS SIDE x? 

A. 1 INCH*^ 

B. 2 INCHES , 
3 INCHES' • " 

D- IT TS IMPOSSIBLE TO TELL WITHOUT MEASURING. ' 

OR 

E. I DON'T KNOW. • •• 

{ 

(Pause.) 

/ 

PROBLEM 2; SUPPOSE THAT ONE SIDE OF THIS EQUILATERAL TRIANGLE IS 2 INCHES 
LONG. THE PERIMETER OF THE TRIANGLE WOULD BE: ' 

A. 12 INCHES 

B. 6 INCHES 

C: 3 INCHES ■ . : • , ■ 

D. IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 



OR 



E. I DON' r KNOW. 

(Pause.) 33 
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PROBLEM 3a; llNE v BISECTS THE UPPER ANGLE OF THIS .EQUILATERAL TRIANGLE. " 
SUPPOSE THAT SIDE _2 IS 2 INCHES LONG. HOW MANY DEGREES ARE IN ANGLE Y? ' 

A. 30* • . . • 

B. ,60" 

C. 90" . . / 

D. IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 

91 . ■ 

E. I I)ON'T KNOW. 

(Pause.) ' 

PROBLEM 3b ; LINE v BISECTS THE UPPER ANGLE OF THIS EQUILATERAL TRIANGLE. ■ 
SUPPOSE THAT SIDE J IS 2 INCHES LONG.' LINE W WOULD THEN, BE: 

A - 1 INCH , ■ " . 

B « 2 INCHES . ' • . 

C- 3 INCHES , ♦ 

D - -IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 

M ■ . r 

, E - I DON'! KNOW. 

(Pause.) . - 

PROBLEM 4; SIDES * u, jv, AND w ARE OF EQUAL LENGTH. HOW MANY DEGREES 
ARE ANGLE V? 

A. 60* 

B. . 90" 

C;- 120" ' " . 

D. IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 
OR ■ 

E. I DON'T KNOW. ' 
. (Pause.) 

PROBLEM 5 ; ON^ SIDE OF THIS EQUILATERAL TRIANGLE IS 2 INCHES LONG. * SUPPOSE 
THAT THERESAS A SECOND TRIANGLE THAT WAS SJMILAR TO THIS ONE. HOW LONG 
VOULD ONE SIDE OF THE SIMILAR TRIANGLE BE? 

A. 1 INCH » • 

B. 2 INCHES ' • ' 

C. 3 inches' ' 
b. IT IS I, POSSIBLE TO TELL WITHOUT MEASURING. 



OR 



E. I DON'T KNOW. 
(Pause.) 
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« 

PROBLEM 6 ; Sl!)ES u, v, AND ^ ARE OF EQUAT. L^GTH. THEREFORE, ANCLE W 
IS ANGLE V. 

• A. LARGER THAN 

B. SMALLER THAN 

C. EQUAL TO . ■ ' . ' , 

D. IT ;S IMPOSSIBLE TO TELL WITHOUT MEASURING. 

OR 

E. I DON-'T KNOW. % 
(Pause.) 

PROBLEM 7 ; ANGLES x", Y, AND Z EACH HAVE EXACTLY THE SAME NUMBER OF DEGREES. 
THEREFORE, SIDE x IF SIDE ^. 

A. LONGER THAN 

B. SHORTER THAN 

■c. . • . 

0. IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 



OR 



,E. I DON'T KNOW. ^s.^ 
(Pause.) • 

PKO HLEM 8a ; LINE £ BISECTS THE UPPER ANGLE OF THIS EQUILATERAL TRIANGLE. 
ANGLE X IS ' ANGLE Y. "* * 

A ~ L^ER THAN ' ' ' ^ 
B ~ SHORTER THAN , ' 

c - j:qual to" ' • 

D - IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 
UR . • • 

E - I DON'T m<y^. 

9 

(Pause. ) 

PROBLEM 8b ; ^ LINE p BISECTS THE UPPER ANGLE 0^ THIS EQUILATElt^ TRIANGLE-, 
THEREKORE, LINE m IS LINE n. " 

A. . 'l0;^GE1^, TIIAN" 

B. SHORTER THAN 

C. EQUAL To . 

D. IT IS IMPOSSIBLE TO TELL WITHOUT MEASURING. 



OK 



E. I DON'T JCNOW. o 
(Pause.) . 
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pkuBLhN 9 ; - THIS IS AH EQUILATERAL TRIANGLE. SUPPOSE%THAT THE TRIANGLE 
WAS MADE URGER BY INCREASING THE LENGTH OF EACH SIDE BY 1 INCH. THE 
SHAPE OF THE NEW TRIANGLE WOULD BE ' THE DRAWING ON THE LEFT. 



OR 



A. SIMILAR TO - . . 

B. DIFFERENT FROM ■ • , * 

C. ALMOST THE SAME AS 

• 

■ D. I DON':' KNOW. 

(Fause.) I 

PROBLEM 10 ; THIS IS AN EQUILATERAL TRIANGLE WITH SIDES X, I* AND z. 
ITS PEIilMEXER IS . 

A. THREE TIMES THE LENGTH OF SIDE x, OR ^, OR z. 

B. THREE TT^ES THE LENGTH OF THE SUM OF THE SIDES x, x» £• 

C. TWO *TIMES THE LENGTH OF SIDES OR OR z. 
OR ' 

■ D. "l DON^T KNOW. • 

(Pause.) , ' . 

PROBLEM II : COMPLETE THE FOLLOWING SENTENCE:* "IF THE TliREE SIDES OF 
A TRIANGLE ARE OF EQUAL LENGTH, ." 



If, THE ANGLES i)? THE T^ANGLE ARE NOT EQUAL IN THE NUMBER OF DEGREES. 

B. ONE ANGLE OF TilE TRIAJ^GLE IS SMALLER THAN THE OTHER TWO, ANGLES. 

C. TFiE ANGLES OF THE TRIANGLE ARE EQUAL IN THE NUMBER OF DEGREES. 

D. ONE ANCLE OF THE TRIANGLE IS LARGER THAN TyE OTHER TWO ANGLES. 



OR 



E. I DON'T KNOW. 
(Pause . ) 



' KOBLLN 1 2; COMPLETE THE FOLLOWING SENTENCE: "IF THE ANGLES OF A TRIANGU: 
•E EQUAL "in the NUMBER OF- DEGREES, ." 



A. ONE SIDE OF THfArIANGLE IS LONGER THAN THE OTHER IWO SIDES." 

li. ONE SIDE OF THE TRIANGLE IS SHORTER THAN THE OTHER TWO SIDES." 

C- THE SIDES OF THE TRIANGLE ARE NOT EQUAL IN LENGTH." 

D. THE SIDE'S OF.'TilE TRIANGLE ARE OF .EQUAL LENGTH," 

E. I DON'T KNOW. * 
(Pause.) 
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.PROBLEM 13; CWtPLETE THE FOLLOWING SENTENCE: "THE PERIMETER OF AN . 
EQUILATERAL TRIANGLE IS THE LENGTH OF ANY SIDE." 



A. TWO TIMES 
b'. THREE TIME! 
C* FOUR TIMES 



OR, 



I DON'T KNOW. 

(Pause.) ' ' ' 

PROBLEht 14 ; COMPLETE THE fOLLOWING SENTENCE: " A LINE ItHAT BISECTS 

ANY ANGLE OF AN .EQUILATERAL TRI ANGLE FORMS WO . WHEN IT INTERSECTS 

THE OPPOSITE SIDE." ~ 

. A. U^IEQUAL ANGLES ' ^ ' 

B. EQUAL ANGLES - ' • ' . 

C. UNEQUAL LINES N 

D. EQUAL LINES ■ , r 
OR . 

E. 1 DON'T KNOW. -, - 
(Pause.) . • ' ' . 

PROBLEM 15 : COMPLETE THE FOLLOWING SENTENCE; ''ALL EQUILATERAL TRIANGLES 
ARE: 

y , • ^ • ..■ 

A. NOT IDENTICAL 

B. CONGRUENT 

C. SIMILAR . 

D. THE SAME 

OR < ' 

*E. I DON'T KNOW. 

(Pause. ) . ' , ' 

THIS IS THE LAST PROBLEM IN THIS BOOKLET. (Collect test booklets.) 
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Directions for Booklet ID « 



(For Kindergarten cbn5>lete the requested Name Information. Direct older 
(students to , complete the liaiae Information.) 

Primary Instructions 
OPEN YOUR BOOKLET TO PAGE 1. IN THIS SECTION YOU AgE TO TELL IKE WOW) OR 
PHRASE THAT BEST FITS THE DRAWING OR DRAWINGS. TOAT ARE TALKED ABOUT IN THE 
QUESTION. WE WILL DO EACH QUESTION AS WE DID BEFORE. READY? 



fusing your test booklet read each question and its answer choices twice. 
KINDERGARTEN ONLY: When two groups of drawings are shown for a question, 
point to th^ group as you read it in the question; point to each answer 
choice as you read it aloud.) 

e0 " Intermediate Instructions 

VRITE YOUR NAME AT THE TOP OF THE PAGE. (Pause.) TURN TO PAGE 1. (Pause.) 
IN THIS SECTION^ YOU ARE TO IDENTIFY THE WORD 0R PHRASE THAT BEST FITS THE 
DRAWING OR DRAWINGS INDICATED. MARK '"AN "X" ON THE LETTER THAT IDENTIFIES 
THfiHCDRfeECT ANSVER. IF YOU i)ON'T KNOW THE CORRECT ANSWER, MARK AN "X" ' 
ON«^TKE LETTER BY "I DON'T KNOW." 

(In this section read aloud eadi qv^stion and the answer choices. Pace 
the students through the items. Wait until the students have $:ompl9ted 
An item befbre proois^ding to the next item* Make sure all the students 
are on the righ^t page*)* 

PROBLEM 1^ SUPPOSE THAT SIDES X AND Y ARE EACH 3 INCHES LONG- CHOOSE 
THE ONE^ANSWER WllICH BEST DESCRIBES HOM SIDE X IS LIKE SIDE Y. SIDE X AND 



A. ARE OF EVEN LENGTH, I 

ARE OF EQUAL LENGTH. * 
C. COINCIDE IN LENGTH. 



OR 



I DON'T KNOW, 
(Pause.) ^ — 

1 

PKObLLM 2; WHICH ONE NAML BEST FITS ALL OF THE DRAWINGS- IN GROUP 1 
BUT D«ES NUT KIT ML OF THE DRAWINGS IN GROUP 2? 

A. SQUARES 
H. ' TR;\PEZOIUS 

C. _ TRIANGLES 

D. RtCT ANGLES 



E. I DON'T KNOW, 
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PROBLEM,^; WHAT IS TllE ONE WORD THAT BEST INDICATES WHAT THE ARROW IS 
POINTISCAT? 

A. '^ANGUE 

B. USE ■ ' . 

C. SIDE . f • 

D. BASE 

OR " ' 

E. I DON'T KNOW. 

(Pause.) , . 

PROBLEM 4^ vmiCH ON Ji^ NAME B bST fITS ALL OF THE. DRAWINGS IN GROUP 1 BUT 
DOES N0f f IT ALL QF THK DRAWINGS IN GROlft* 2? 

A. SYMMETRICAL FIGURES . ^^ 

B. CLOSED FIGURES * . ' 

C. REGULAR FIGURES 

OR * - • " - ^ 

D. ''I DON'T KNOW. 
(Pause.) 

PROBLEM^ 5: WHAT IS THE ONE 'WORD THAT BEST INDICATES WHAT EACH ARROW JS 
POINTING TO? , , , 

A. ANGLE !\ ' ^ 

B. VERTEX 

C. SIDE ' , 

D. STRAIGHT EDGE „ 

OR 

E. I DON'T KNOW. ' 
( Pause ^) 

PROBLEM .6: WHICH ONE NAME BEST FITS ALL OF THE DRAWINGS IN GROUP 1 
BUT DOES NOT FIT ALL OF THE DRAWINGS, IN .GROUP 2? 

A. SCALENE TRIANGLES 

B. RIGHT TRIANGLES 

C. OBTUSE TRIAl^GLES 

D. EQUILATERAL TRI/\NCLES 



OK 



E. I DON'T KNOW. 

(Pau8« , ) 
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PROliLKM 7 ; WHICH ONE NAME BEST FITS ALL OF THE DRAWINGS IN GROUP 1 
BUT DOES NOT FIT OF THE DRAWINGS IN GROUP 2? • 

A. SYMMETRICAL FIGURES 

B. SIMPLE FIGURES 

C. REGULAR FIGURES 

OR 

D. I DON'T KNOW. 
(Pause.) 

(Collect all the booklets and the pencils.) 

J 
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TEST BATTERY 



NOTE; On the following pages B, R, and Y refer to the 
color of the shape: B ■» Blue, R Red, and Y " Yellow, 
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Name 
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Birthdate ^ 

Middle Month ' Day Year 



School 



Grade 



Today's Date 
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^ Conceptual Learning and Development Assessment Series I (A) 
Klausmeier, H.J,, Ingdson, L.J,, Sipple, T.S., and Katzcnmeyer , C.G 
DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO 50 . 
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Conceptual Learning and Development Assessment Series I (B) 
Klausmeier,.rt.J., Inglson, L . J . , ^Slpple , T.S., and Katzenmeyer, C.G. 
DO NOr fORN THE PAGE UNTIL YOU ARE TOLD TO DO SO. 
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Put an X on the drawings on the right that have exactly 
the same shape as the one on the left. 






B 



B 



Stop 



Put an X on the drawings on the right that have exactly 
the S4me shape as the one on the left. You can look . 
back $t the drawing on the left if you are not sure. 




B 



O 



R 






a / B 



53 Stop 



3 



Put an X on the drawings on the right that have exactly 
the same shape as. the one on the left. 




4 



2. Put an X on the drawings on the right that have exactly 
the same shape as the one on the left. 




A 




R 




B 



B B 



B 



□ 

R 



□ 

R Y 





B 



R 
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Put an X on the drawings on the right that have exactly 
the same shape as the one on the l^ft. 




R Y B R 




B ■ B R V Y 




R R R Y 




Y Y R Y 



Stop 
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Are all of the three-sided figures above f-quilateral 
triangles? 

a. Yes, ill of them are equilateral triangles 

No, some > them re not equilateral triangles. 

c. No, none of ihcm <ji c equilateral triangles, 

d. I don*t kncfw. 

^ • Stop 

t 




Are all of the equilateral triangles above triangles? 

a. No, only some of them are triangles. 

b. No, none of them are triangles. 

c. Yes, all of them are triangles. 
'I. I don't know. ^ 

Stop S6 
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If you took all of the equilateral triangles and the 
right triangles above and put them in a group there 
would be there were three-sided figures. 

a. fewer of them than 

b. more of them than 

c. the same amount of them as 

d. I don*^t know. 

Stop 




A B B Y 

Are all of the red figures above equilateral triangles? 

a. No, some of them are not equilateral triangles. 

b. Yes, all of them are equilateral triangles. 

c. No, none of them are equilateral triangles, 

d. I don't know. 

Stop 
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Are all of the small r^p^ures above equilateral 
triangles? 

a. No, some of tiir uie not equilateral triangles. 

b. Yes, all of them are equilateral triangles. 

c. No, none of them are equilateral triangles. 

d. I don't know. 

stop 
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B 




R 



Are all of th^ triangles above polygons? 

a. No, none of tht i are polygons. 

b. Yes, all of them are polygons. 

c. No, only some of them are polygons. 

d. I don 't know. 



Stop * 
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Y 

/ 



B 



B 



R 



B 




10. Are all of tjie polygons above triangles? 

a. No, some of them are not triangles. 

• « 

b. Yes, all of them are triangles. 

r 

c. No, none of them are triangles. 

d. I don't know. 



Stop 




B 



R 



B 



□ 



R 





If you took all of the t;rlangles and the rectangles above 

and put them in a ^,g^up there would be there wer6 

polygons. • 

a. fewer of th^m than 

b. more of them than , . 

c. the same amount of them as 

d. I don't know. 



SBStop 
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12. a Below are four drawings; Put an X^on the one that is 
different from the other three. 




Stop 



15 



12.b Below are four drawings. Put an X on the one that is 
different from the other three „ ^ 
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Stop 
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r 

12^ Below are four drawings.* Put an X on the one that is. 
different from the other three. 



# « 




4 



1^ 




Stop 
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Conceptual Learning aflid Development Assessment Series I (C) 
Klausmeier, H,J., Ingison, L,jo, Sipple, T.S., and Katzenmeyer , C.G.- 
"^DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO. 
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Angles X, Y, and Z have exactly 
tho same number of dep^rees. 
Siipp#so thai side y is 2 inches 
long. !fow lonK is side x? 

a. f inch 

b. 2 inches 
0^. 3 ihcbes 

d. It is impossible to tell 
without measuring. 

e, I don't know. 



Stop 



Suppose that one side of this 
equilateral triangle is 2 inches 
long. The perimeter of the 
triangle would be 



a. 12 inches 

^ 

b. 6 inches 

c. 3 inches 

d. It is impossible to tell 
without measuring. 

e. I don't know. d 



Stop 
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Line v bisects the upper an^^le 
of this equilateral triangle. 
Suppose that side /. is 2 inches 
lonp;. How many d(^i;recs are in 
ank^lr Y? 



Stop 



a. 30 

b. 60 

c. 90 
d. 



o 



It is impossible to tell 
without measuring. 



e. I don't know. 



3B 



a 






■ V 


/ V 




/ Yx 
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Line v bisejcits the upper an^le 
of this equilateral triangle. 
Suppose that side z is 2 inches 
long. Line w woulff then be: 

a. 1 inch 

b. 2 inches 

c . 3 Inches 

d. It is impossible to tell 
without measuring, 

e. I d'on't know. 
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Sides u, V and w are of equal 
length? How roanyj degrees are 
ii> an^l** V? I 



a. 60° 



b. 90° 

c. 120° 



d. It is/ impossible to tell 
without measuring, 

e, I don't know. . 

\ 



Stop 



/ 

One side of this equilateral 
triangle is 2 inches long. 
Suppose that there was a second 
triangle that was similar to this 
one. How long would one side of 
the similar triangle be? 



a. 1 inch 



b. 2 inches 

t 

c. 3 inches 

dw It is impossible to tell 
without measuring, 

e. I don't know. 

65 

Stop 
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Sides u, V, and w are of equal 
lengthT Therefore, anjjle W 
is_ an^Io V. 

a. lar^^tT than 

b. smaller than 

c . equal to ' 

d. It is Impossible to tell 
without* measuring. 

e. I don*t know. 



65 
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Stop 



Angles X, Y, and Z each have 
exactly the lame number of / 
degrees. Therefore, side x 
is ^side y,* 

a. longer than 

b. shorter than 

c. equal to 

d. It is impossible to tell 
without measuring. 

e. I don*t know. 

Stop 

6G 
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Lin^. p bisects the upper angle 
of t^is equilateral triangle. 
Angje X is angle Y. 



c . 
d. 



shorter than 
equal to 

It is impossible to tell 
without measuring » 



e. I don't know. 



Stop 
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Line p bisects the upper anK^<? 
of this equilateral triangle; 
therefore, line m is 
line n. 

a . longer than 

b. shorter than 

c. equal to 

d. It is Impossible to tell 
without measuring, 

e. I don*t know. 



Stop 
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This is an equilateral triangle 
Suppose that the triangle was 
made larger by increasing the 
lenj;th of each side by I inch. 
The shape of the now triangle 

would be_^ ^the drawing 

on the left , 

a. similar to 

b. different from 

c. almost the same as 

d. I don*t know. 



?top 



This is an equilateral triangle 
with sides x, and z. .Its* 
perimeter is 

a. three times. the length 
of side X, or Y.f ±' 

b. three times the length 
. of the sum of sides x, 

Z» 2, 

c. two times the length of 
sides X, or y, or 

•fi •■•^ *~ 

d. 'I don't know. 
Stop 68 



Complete the following sentence: "if the three sides 
of a triangle are o^ equal length, /' 

a. the angles of the triangle are not equal 
in the number of degrees 

b. one angle of the triangle is smaller . 
than the other twp angles ' 

c. the angles of the triangle are equal 
in the num!)er of degrees 

d. 01)9 p -r1 of the triangle is larger 
• . than the other two angles 

e. I don*t know. 



Stop 



Complete the following sentence : "if the angles of 
a trian&Xe are equal in the number of degrees, 



a. one side of' the triangle is longer 
than the other two sides 

: one side of the triangle is shorter 
than the other two sides. 

c . the sides of the triangle are not 
equal in length 

d. the sides of the triangle are ol 
equal length 

e . I don *t know. 



ff 
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Complete the following sentence: . "The perimeter of 

an equilateral triangle is _the length of any 

side." 

a. two times 

b. three times 

c . four t imes 

d. I don H know. 



Stop 




Complete the following sentence: "A line that bisect 

any angle of an equilateral triangle forms two 

when it intersects the opposite side." 

a. unequal angles 

b. equal angles -i 

c. unequal lines 

d. equal lines 

e. I dou^t know. 



Stop 70 
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Complete the following sentence: **A11 equllaterral 
triangles are > 

a. not identical 

b. congruent 

c. similar 

d. the same 

e. I don *t know. 



Stop 
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Suppose that sides x and ^ are 
each 3 inches long. Choose th^ 
one answer which bes t describes 
how side x is like side ^, Side 
X and side ^ , 

a. are of even length. 

b. are of e qual length. 

c. coinc ide in length. 

d. I don 't know. 



Stop 



Which one name best fits all of 
the drawings in Group 1 but does 
not fit all of the drawings in 
Group 2? 

a . squares 

b. trapezoids 

c. triangles 

d. rectangles 

e. I don*t know. 



7JStop^ 
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Group 1 



Group 2 



What is the one word that best 
indicates what the arrow is 
pointing at? 



a. 

b. 



angle 
line 



c. side 

d. base 

e. I don't know. 



Stop 



Which one name best fits all of 
the drawings in Group 1 but does 
not fit all of the drawings in 
Group 2? 

a, symmetrical figures 

b. closed figures 

c, regular figures 

d. I don *t know. 



(ft 



Stop 
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What is the one word that best 
indicates what each arrow is 
pointing to? 

« 

a . angle 

b. vertex 

c. side 

d. straight edge 

e. I don't know. 



St 01 




Group 1 



A 




Which one .ame best fits all ol 
the drawinf?s inUroiip 1 but docs 
not fit all of the drawings' in 
Group 2? 

a. scalene triangles 

b. right triangles 

c. obtuse triangles 

d. equilateral triangles 

e. ' I don*t know. 



Gj-oup 2 



/ 
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Whi(th one name l)cst fits all of 
the drawinj^s in TTroup 1 hul dot- 
not fit all of the drawint^s in 
Group 2? 

a. symmetrical figures 



b. simple figures 



c . 



regular figures 



d. 



I don't know. 



Stop 
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